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A CREATIVE ARTS APPROACH TO LEARNING WITH YOUTH ABOUT BULLYING

Kimberly J. Rak, MPH





Bullying is a common experience for youth in the United States with 70-75% of youth reporting any experience of bullying. There are negative psychological, social, and health outcomes for all involved in bullying (victims, bullies, and victim-bullies) with implications that may last into adulthood. This research explored how youth who attended an after-school program in Pittsburgh, PA, artistically depicted their experiences and perceptions of bullying. Findings include descriptions of bullying, when and where bullying occurs, and strategies for addressing and preventing bullying.  Contradictions embedded in youths’ constructions of bullying highlight the difficulties of current efforts to prevent bullying and suggest ways to productively reorient interventions and policies.  Girls and boys described gender-specific differences in experiences with bullying, social influences, and intervention opportunities.
				Ten youth participated in six arts-based sessions that took place over the course of two months.  Two small discussion groups, with a sub sample of the original participants, were held three months following the conclusion of the art sessions.  The arts-based sessions involved the youth participants painting, writing, and drawing about different dimensions of bulling such as where bullying takes place and ideas for addressing bullying.  At the end of each session the youth collectively shared their art and discussed the messages and meanings depicted.  The textual and material data were analyzed for thematic codes.  
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1.1	 		SIGNIFICANCE OF BULLYING AMONG YOUTH
Bullying is a common experience for youth in the United States with 70-75% of youth reporting any experience of bullying including such things as name calling and rumor spreading and about one-third report experiencing aggressive bullying.[1, 2] The manner in which survey questions on bullying are worded has considerable impact on reports of bullying​[1]​.[2] One study found that 30% of youths in grades 6 through 10 were moderately or frequently involved in bullying either as a victim, an aggressor, or both.[1] It is estimated that a child is bullied in school every seven minutes and that 160,000 children miss school every day because they fear a bullying event will occur.[3] Electronic, or cyber, bullying is receiving increasing attention with one study finding 22% of middle school students having experienced it as a victim (11%), a bully (4%), or both (7%).[4]  
	An incident is considered to be bullying when the intent is to cause harm, is repeated, and occurs in a relationship where there is an imbalance in power.[1, 5]  By definition, direct bullying involves physical and verbal assault while indirect bullying (also referred to as relational bullying) affects social relations by exclusion, rumor spreading, and cyber bullying. Cyber bullying is particularly troublesome as it is inescapable and potentially larger in scale; it is not constrained to a physical location or time period, it may conceal the bully in anonymity, and it is witnessed by an entire cyber community.[5]  Boys bully and are bullied more often than girls and boys tend to engage in direct or physical bullying, whereas girls’ experience of bullying is often relational. ADDIN EN.CITE [2, 4, 6]  A recent study including over 7,000 students in grades 6 through 10 demonstrates the complexity of bullying behaviors.[4] This is presented in Table 1.
Table 1: Engagement and Classifications of Bullying Events[4]
Type of Bullying	Physical	Verbal	Social	Electronic
Experience of bullying the last 2 months:				







	Victims are targeted because they are perceived to be “different” from peers.  Youth may be bullied because they are believed to be weak ADDIN EN.CITE [1, 5, 7, 8], because of their sexual orientation ADDIN EN.CITE [1, 5, 9], or race/ethnicity[2, 5] (minority status is relative to local demographics), or have an exceptionality[5], or are overweight ADDIN EN.CITE [1, 8, 10].[9]  Additionally, youth who have depression or anxiety are more likely to become victims of bullying.[11]  Victimization peaks in middle school and decreases with age. ADDIN EN.CITE [2, 4]  Adolescents with many friends are more likely to be bullies and less likely to be bullied.[4]  Bullying is a social phenomenon that marks status and power with powerful groups labeling deviance and reinforcing marginalization through stigmatization.[9]
1.1.1	Implications of Bullying
Research shows diversity. The labels “bully” and “victim” are misleading and limiting (and often victims become bullies and vice-versa).[5:15]

Youth who are bullied have poorer social skills ADDIN EN.CITE [6, 7, 11, 12], higher rates of depression ADDIN EN.CITE [1, 7, 11], suicidal ideation[1], increased isolation[1], low self-esteem ADDIN EN.CITE [1, 7, 12], feelings of loneliness ADDIN EN.CITE [1, 7, 11, 12], poorer grades[1], disengage from school ADDIN EN.CITE [1, 6, 11, 12], and poor physical health ADDIN EN.CITE [6, 7, 11]. Youth who bully tend to be confident, make friends easily, are quick to anger, and impulsive.[12]  They tend to do worse in school than those who are bullied and are more likely to engage in anti-social behaviors such as fighting, drinking, carrying a weapon and smoking. ADDIN EN.CITE [6-8] The aggressive behaviors of bullies have been linked with future adult delinquency: 60 percent of youth bullies had a least one conviction by age 24.[1] Nansel et al. explored the relationship between psychosocial adjustment and bullies, those bullied, and youth who are both bullies and bullied. ADDIN EN.CITE [6, 7]  All three groups were found to have poorer psychosocial adjustment than youth not involved in bullying activities. Those who are bully-victims exhibited the strained social adjustment of those bullied and the problem behavior of those who bully resulting in multiple areas of poorer adjustment.[7, 12]
1.1.2	School Climate and Prevention
In general, victimization is higher in schools located in high crime neighborhoods.[2]  Additional school factors that affect relative levels of victimization are perceived fairness and clarity of rules, and an emphasis on cooperation in the classroom.[2]  Unfortunately, teachers do not always respond to bullying incidents, and some of the reasons why this happens include too few adults present (e.g. recess and lunch) or they are not identifying the behavior as bullying.[5]  The Stopbullying.gov website, from the U.S. Department of Health and Human Services outlines a comprehensive strategy that schools can adopt to foster a safe environment.[13]  Start by assessing bullying for a school (frequency, location, response, and effectiveness); develop support across school personnel, parents, and students (awareness campaigns, committees and task forces); establish clear policies and rules (expectations and consequences, and incidence reporting procedure), promote a positive school culture (inclusiveness, reinforce positive behavior, respect, acceptance, tolerance); reinforce messages and educate students and school personnel (in class activities, special programs, training, skills).[13]  
Morrison and Marachi discuss a three R’s approach to improve school climate and address bullying; the three R’s stand for Respect for self and others, Responsibility in one’s behavior, and Reparation/Restoration in relationships.[5]  Furthermore, they specified the components of a school-wide anti-bullying program and assessed each component’s effectiveness in deterring bullying and victimization separately (Table 2).  Four actions overlapped in preventing bullying and victimization: playground supervision, accountability, parent training, and use of videos.  They also note that when bystanders intervene, regardless of the manner in which they intervene, incidents of bullying end within 10 seconds.[5]
Table 2: Effective Components of School Preventions[5]
Effective for deterring Bullying	Effective for deterring victimization
Classroom management	Playground supervision
Playground supervision	Response (accountability)







An evidence based comprehensive school program developed in Norway called the Olweus Bullying Prevention Program (OBPP) has been adopted by schools in the U.S.[14]  Outcome evaluations found marked reductions in being bullied and bullying in the Norway context while results in the U.S., while generally positive, have been variable.[14, 15]  One study found that while the OBPP was effective within a school setting, the benefits did not impact bullying behavior outside of school.[16]  

1.2	ENGAGING YOUTH IN RESEARCH AND COMMUNITY BASED PARTICIPATORY RESEARCH 
Understanding and assessing the complex dynamics of health and wellness of youth is a challenging process, especially given the developmental and social changes experienced in childhood and adolescence. This period of development is marked by the processes of developing personal and social identity, with the formation and cultivation of relationships with peers, adults and their environment. ADDIN EN.CITE [17, 18] Exploring sensitive issues with youth such as violence, safety and bullying can be a challenge, particularly in regard to older youth, who may find it difficult to communicate about such topics.  One-on-one (adult-to-youth) or traditional group data collection approaches for information-gathering may be uncomfortable for youth to open up and share their thoughts and experiences with bullying.[19]  Involving young people in the research process, though, is valuable for a number of reasons, including the incorporation of an expert perspective on what and how questions might be asked, helping to promote a sense of ownership and investment in the research, and for developing culturally relevant and sensitive intervention and prevention efforts. ADDIN EN.CITE [8, 20, 21] 
	Community Based Participatory Research (CBPR) and Participatory Action Research (PAR) share a foundational ideology that community members have valuable knowledge about their lived experiences and should participate equitably in issue identification, critical dialogue, and developing and implementing strategies for improving their lives. ADDIN EN.CITE [22-25]  Community participation in research produces “results more accessible, accountable, and relevant to people’s lives.”[24:71] CBPR and PAR reorient research from an objective enterprise to a subjective one and dismantle boundaries of what and who is considered expertise and experts. ADDIN EN.CITE [22, 24, 26]   Emphasis is placed on the ways in which power and inequalities are implicated in matters of health.[22]  Nine key principles of CBPR are: ADDIN EN.CITE [22, 27]
	Recognizing community as a unit of identity;
	Building on strengths and resources within the community;
	Facilitating collaborative partnerships in all phases of the research;
	Integrating knowledge and action for mutual benefit of all partners;
	Promoting a co-learning and empowering process that attends to social inequalities;
	Using a cyclical and iterative process;
	Addressing health from both positive and ecological perspectives;
	Disseminating findings and knowledge gained to all partners; and
	Expecting, embracing and negotiating dynamics of conflict.

1.3	ARTS-BASED METHODOLOGY
If drawing, talking, gestures, and writing are interchangeable tools for communication, it seems that children inherently decode their experiences in a multi-modal way where body and mind are unified.[28:8]

“If ‘science is a creative doing of knowledge’, then ‘knowledge is something that can be sung, or played, or danced or acted.’” ADDIN EN.CITE [25:69]

Yenawine (2012) conducted a review of the literature on the effects of participation in arts-based activities and youth development.[28]  Across several studies there is evidence for a transfer of enhanced skills and learning with increased exposure to the arts.  Creative activities and academic integration of the arts have been found to enhance academic performance in reading, writing and reasoning, social skills, knowledge seeking, open mindedness, maturity, and critical thinking.  However, how this transfer works is poorly understood.  Suggestive of how this operates is that drawing is a universal activity for young children and functions as an early form of communication. At about first grade, children utilize verbal, literary, and art-based modalities of expression and interpretation, with a greater nuance exhibited via drawing and verbal communication than expressed through writing. In addition to art as a form of communication, it is also a way of constructing meaning about previous experiences and connecting new stimuli to what is already known.
	The review of the literature also provided evidence of picture superiority; Yenawine concludes “pictures produce greater recall and deeper level processing than verbal input.”[28:9]  The Dual Coding Theory helps to explain why pictorial representations enhance recall, as verbal stimuli are processed through a linguistic system while visual stimuli are processed by both linguistic and nonlinguistic systems.[28] The linguistic system processes sequential information whereas the non-verbal system processes sensory and spatial information.  The information collected by both systems co-construct perception of the visual stimuli.[28]  Yenawine’s review provides the background for her research documenting participant outcomes of involvement in community arts programs as noted by facilitators.  Community arts programs generated seven key outcomes: emotional shift, personal growth, empowerment, creative problem solving, increased sense of community, social change, and skill development. 
	Stuckey and Nobel review the literature on the connection between art and healing. ADDIN EN.CITE [29]  They argue that passive and active participation in the arts improves psychological and physiological states of being.  Engagement with the arts has been shown to impact neurological activity, resulting in improved immunological functioning.  Increased attention to the role that art can play in improving health and wellness is related to the process of meaning-making amidst diversity due to globalization and a focus on holistic health.  The authors identify four modalities that are predominately used to enhance health: music, visual arts, movement based, and expressive writing.  
Visual arts are a medium through which people could give representation to experiences too difficult to express verbally. ADDIN EN.CITE [29]  The process is foundationally one of meaning-making, for example the renegotiation of identity upon a diagnosis of cancer. Some of the reviewed studies demonstrated that participation in an arts program improved clinical and psychological outcomes.  Similarly, expressive writing, particularly writing about difficult experiences, has been found to improve mental and physical health. A limitation noted by the authors in their review was that most of the studies were conducted in a hospital setting. ADDIN EN.CITE [29]  Given the social and health synergies between individuals and communities, the authors suggest future work set within a framework of community wellness.
Freytes and Cross used the arts (e.g. dramatization and video production) to engage epistemically silenced youth, marginalized youth who found it difficult to speak because they “lack a locus of enunciation,” in PAR research. ADDIN EN.CITE [25]  Art was used to engage these youths as it allows for representation of multiple discourses, recognizes knowledge as creative and experiential, “facilitates the expression of particular experiences by articulating both intuitive and rational patterns,” ADDIN EN.CITE [25:69] and permits engagement with prior experiences formerly too emotionally laden to express. ADDIN EN.CITE [25]   Dramatization and video production engaged youth in the research, provided a manner in which to communicate about painful experiences, and was a powerful way to communicate these experiences to others. ADDIN EN.CITE [25]
Participation in an arts-based program has been shown to improve ego resiliency among low socioeconomic status youth. ADDIN EN.CITE [18]  Ego-resiliency is healthy adaptation to new or stressful situations through “the ability to inhibit or regulate one’s ego and impulses depending on the contextual demands of given situations.” ADDIN EN.CITE [18:245]  Adolescents who participated in the clay-based art therapy demonstrated increased ego-resiliency resulting from emotional release and a sense of mastery in manipulating the clay and the development of self-efficacy and self-esteem through creation of clay pieces. ADDIN EN.CITE [18] 
Gallacher and Gallagher critically examine participatory research with children.[30]  Typically, participatory research is equated with “active” participation; the participant is consciously doing something (e.g. writing, photography, dramatic play, drawing).  The authors caution that predetermined activities circumscribe potential modalities for expression.  Participatory research should not be considered a replacement for ethnography but rather an extension of it.  There should be openness to the “saying” as well as the “doing” of children.  In contrast to on-task (requested) active participation, the authors’ experiences of research with children found that
some of the most fascinating insights have emerged from children acting in unexpected ways: appropriating, resisting or manipulating our research techniques for their own purposes.  Taking an ethnographic approach, our respective projects were able to view such forms of action as potential data, rather than viewing them negatively as instances of non-compliance.[30:508]

Instead of viewing children as emergent towards the end state of adulthood or as predetermined subjects possessing agency, the authors propose a third option of child as emergent without a predetermined end state with subjectivity continuously produced and reproduced through engagement.  In this view we are all—child and adult alike—immature and in the process of becoming.
On a final note, visual representations aid in the dissemination of research findings. First, participants and community members can make direct connections between what is conveyed in the art and the conclusions drawn by researchers. Secondly, discussions prompted by visual materials have led to critical dialogue on aspects of community strengths and threats, and resulted in the development of strategies for addressing needs. ADDIN EN.CITE [31, 32]  For example, a Photovoice project on obesity resulted in the identification of four main themes: lack of access to healthy foods, poor roads and walkways that impeded activity outside, run-down recreational spaces, and gang activity. ADDIN EN.CITE [32]  Community and stakeholder mobilization resulted in renovation of a park, an abandoned building being demolished and converted into walking trails, and limitations on the number of fast food restaurants. ADDIN EN.CITE [32]  Third, the presentation of visual materials, when advocating for change at a policy level, has been linked with increased mobilization and action. ADDIN EN.CITE [32]















Bullying is a pervasive occurrence for youth in the United States with 75% of youth reporting an experience with some form of bullying from name calling to physical assaults. Bullying is defined as a repeated behavior intended to cause harm and is inflicted in settings and relationships where there is an imbalance of power.[1] Approximately 30% of youths in grades 6 through 10 were moderately or frequently involved in bullying either as a victim, an aggressor, or both.[1] It is estimated that a child is bullied in school every seven minutes and that every day, 160,000 children nationally miss days in school because they fear a bullying event will occur.[3] By definition, direct bullying involves physical and/or verbal assault while indirect bullying, also referred to as relational bullying, affects social relations by exclusion, rumor spreading, cyber bullying, and other types of intimidation.[4] Victims of bullying experience a range of both physical and psychological consequences including increased rates of depression, chronic headaches and abdominal pain, social isolation, suicidal thoughts, lower academic performance, increased school absenteeism, general states of anxiety and fear, and lower self esteem. ADDIN EN.CITE [1, 10, 11, 33, 34] Those who witness bullying fear that they might be targeted next should they try to intervene and, therefore, often remain silent.[3] Bullying thus has a profound impact on youth and school climate, and is a critical concern of state and federal Offices of Education.[5, 13] 	Progress has been made in efforts to address bullying among youths, specifically with the broad dissemination of evidence-based programs that have been adopted primarily within school-based settings.[14, 35] Evaluations of the effectiveness of such programs in U.S. schools have produced mixed results with impacts of diminishing bullying and victimization varying with age (with sensitivity of one grade level), gender, and race.[14, 34]  Possible reasons for inconsistent findings include length of exposure to the intervention, fidelity of implementation, and levels of support from school staff and parents.  One study found the positive effects of a school-wide bullying prevention program were ineffective beyond the school building.[16]  
The purpose of this study was to engage young people in research in an out-of-school context to explore their perceptions and experiences with bullying to inform bullying awareness, educational and prevention efforts.  Previous research highlights the need for system-wide approaches to bullying prevention and establishing collaboration and support across adult networks; however, less attention is given to incorporating youth and their expertise in this process.6   Involving young people in the research process is valuable for helping promote a sense of ownership and investment in the research and developing culturally relevant and sensitive bullying intervention and prevention efforts, including gender-relevant prevention efforts. ADDIN EN.CITE [8, 20, 21] This research used an arts-based methodology called Visual Voices to capture the youths' perspectives about this sensitive topic in a developmentally appropriate manner. 

2.3	METHODS
The research was initiated by a community agency and was guided by the principles of community-based participatory research (CBPR).[36] CBPR is a partnership approach to research that equitably involves community members, organizational representatives (in this case Community Human Services, Corp), and researchers in all aspects of the research process that is guided by mutual expertise and decision making. ADDIN EN.CITE [22, 36]  The purpose of CBPR is to increase knowledge and understanding of a given phenomenon, and integrate this knowledge with interventions, in this example to address bullying, to improve the health and quality of life of community members. ADDIN EN.CITE [22, 36] 
Setting
	This research took place during the winter of 2008-2009 involving youth who were attending an after-school program of Community Human Services (CHS), an urban human services agency in Pittsburgh, PA.  CHS Youth Programs had 52 youths enrolled in their after school program, with 48% African-American, 13% Asian, 30% Latino, and 9% Caucasian.  Approximately 75% of the program participants’ families were at 150% of the poverty line or below, and over 60% of families were headed by a single parent. All participants and guardians were provided information about the project and related activities and provided written consent prior to participating in any study-related activities. All study procedures were reviewed and approved by the University of Pittsburgh Institutional Review Board (IRB protocol # PRO08040113).
Research Approach:  Creative Participatory Data Collection  
	Community Human Services Chief Executive Officer’s (AW) interest in pursuing this project and using a participatory research approach was informed by more than three years of previous collaborative research and service activities with the lead academic partner (MY). Consistent with principles of CBPR, this study was designed and implemented integrating input from community and academic partners. Unique to this study, the CBPR process was initiated and funded by the community organization, with the academic researcher invited to participate.  As the project was implemented over a period of three months, the academic partners gradually transferred knowledge, skills and capacity for facilitating the Visual Voices process to the community partner after-school program staff.  All project-related decisions—from the development of project informational sheets, informed consent and assent documents to the content for the sessions—were achieved through a consensus-guided format that included expertise from both academic and community partners. 
Visual Voices: A Creative Participatory Data Collection Approach for Engaging Youth Expertise
Visual Voices is an innovative methodology for working with research participants that incorporates the principles of community-based participatory research. ADDIN EN.CITE [21, 37] Through interactive painting, writing and drawing activities, participants explored topics on a variety of dimensions associated with school and community safety and bullying (Table 2).  While a session topic would be selected prior to a particular painting or drawing session, participants had creative flexibility to develop their ideas in a variety of directions. Each session began with an introduction to the session topic(s), followed by a creative arts-based activity, and ended with a group “critique” or discussion of the creative works generated (Figure 1). Group discussion provided an opportunity for critical reflection. Group discussion of the paintings and writings were audio recorded with permission and transcribed verbatim following each session. More details about Visual Voices as a participatory research methodology for working with children have been published previously. ADDIN EN.CITE [21, 37] 
Table 3: Visual Voices Sessions and Topics
Session #	Activity	Topic(s)
1	Painting	“icebreaker drawing activity”
2	Painting	“safe/not safe,” “personal talents and interests/hobbies”
3	Writing/Drawing	“favorite person, favorite place, and where to go for help”
4	Painting	“What is bullying”  
5	Writing/Drawing	“what a bully looks like, what a bully says, and where bullying takes place”
6	Brainstorming	“reasons for bullying, where bullying takes place, how bullying makes someone feel, and bullying prevention ideas”
7	Focus Groups	assess opinions on the project and further explore dimensions of bullying


Figure 1: Group Critique of Painting

	Participating youth helped direct and implement each phase of the creative participatory data collection sessions.  After the initial session, youth participants were familiar with the temporal ordering of the events and their respective roles and responsibilities.  The introduction provided an opportunity for youth participants to ask questions or express thoughts about issues from previous sessions and to suggest topics for that day’s creative expression.  The painting and drawing sessions allow for personal or interactive reflection on what to create, how to utilize the space on the paper, and what colors to use.  Throughout this project, youth collaboratively participated in the group critique by volunteering art pieces for review, helping hold the paintings for reflection and providing their insights, opinions, and questions about the art.
Participants 
	Youth, ages 11-14, attending the Community Human Services after-school program were invited to participate. This age group was initially identified and invited to participate in this project by staff and program leadership because they had expressed specific concerns and experiences related to bullying.  Information regarding the project was sent home to parents, and two pre-project information sessions for youth and parents were conducted to discuss details and address any questions.    Youth were given the option of being involved with the project and all but one participated. Following receipt of parental consent, ten youths volunteered (six girls and four boys) to participate in six 90-minute creative painting, writing and discussion sessions conducted during the after school program.   Each session was attended by representatives from the academic partners, after-school program staff and youth. Parents were not present during any of the sessions. 
Discussion Groups
	Small group discussion sessions were conducted following the completion of the Visual Voices sessions to allow for follow-up exploration of the influences and perceived solutions for bullying expressed during the Visual Voices sessions. Gender-specific groups were conducted to further explore gender differences expressed during the painting and writing sessions.  The small exploratory discussion groups, conducted with a subset of participants, were audio recorded and transcribed.
Data Collection
	Data collection took place in four different yet complementary formats: paintings created during Visual Voices sessions, writings and drawings, notes from the group critique sessions and transcripts from the two discussion groups. The data sources were entered into NVIVO 8 qualitative data software.[38] In addition to the four formal methods of data collection, staff at CHS often conveyed to the academic partners verbal and written vignettes describing the impact of the program on participants’ behaviors and attitudes.  These stories were documented as observational notes and as important aspects of the contextual trajectory of the project. 
Analysis
The audio-taped group critiques and discussion groups were transcribed verbatim and reviewed for accuracy. In addition, the paintings and writings were rendered electronically (i.e. transformed into digital photographs, pdf files) to consolidate all of the research data in NVIVO 8. Data across all media (i.e., transcripts, paintings and writings) were iteratively reviewed and thematically coded, noting concepts that were most common and dominant across the sessions.[39, 40]  Two members of the research team (MY, KR) independently coded the data and developed thematic codes to reflect common themes within the transcriptions.  The thematic coding structures applied by the investigators were highly consistent and any coding discrepancies were resolved through review and discussion with the community and academic investigative team. Examples of themes coded from the bullying sessions included: the pervasive nature of bullying, examples of bullying, reasons for bullying, locations where bullying takes place, how bullying makes you feel and prevention ideas and obstacles. During the discussion groups, themes from the prior Visual Voices data were reinvestigated from a gender perspective to further refine interpretation and understanding.  A more detailed description of the process of coding of qualitative and creative data generated from the Visual Voices process has been published previously.[21] The results presented here are the themes mentioned most frequently in this study. 

2.4	RESULTS
Several key themes emerged related to bullying, including illustration of what factors influence bullying, when and where bullying occurs and strategies for addressing and preventing bullying. Throughout the presentation of results, attention is given to the contradictory ways that youth spoke about the bullying experience and the conflicting ways in which it was felt that bullying can be addressed and is, at the same time, intractable.  
Theme: How Youth Describe Bullying
















Figure 3: “What Bullies Say” (writing/drawing) 

	One girl’s painting about “how bullying makes you feel” (Figure 4) generated a lively discussion as the participants worked together to add to the list.  This female, who self-admits to bullying others, described that a victim feels “depressed, lonely, sad, stressed, unappreciated, unhappy, and angry.” She admitted feeling bad about being a bully, especially after hearing the additional points about the impact of bullying expressed by the group that included feeling “unloved, crazy, single, nervous, tired of it and punkish/punked.” It could make you feel “punkish- turned into a wimp” and influence other friendships in school and community as well.  She recognized the negative feelings associated with bullying in reference to a story about her older sister and her friends bullying her for the contents of her lunch.

Figure 4: “How Bullying Makes you Feel”

	The artwork depicting bullying incidents reflected gender differences in the experience of bullying. Boys tended to paint and write about physical aggression, and girls more frequently expressed verbal bullying. A boy did a painting on ‘friends and enemies’ which he described as “throwing a football (friends) and big one is socking the little one in the face (enemies)” (see Figure 5).  In a painting by a girl the paper was divided into non-bullying and bullying behavior; verbal bullying was reflected such as “you're ugly, fat…you stink” (see Figure 6). However, youth provided examples of bullying that contradicted the neat divide between girls’ social bullying and boys’ physical bullying.  Examples were given of boys socially ostracizing a girl who was “dirty, who smelled’ and girls who fought, one example was a girl who was physically aggressive with a boy.  

Figure 5: “Friends and Enemies”


Figure 6: “Your Ugly, Fat…you Stink”

	While the youths were engaged with painting, an academic partner and one of the girls had a conversation about bullying.  The girl offered an example of bullying that took place in the community and was interpreted by her as racially motivated.  She had taken her nieces to the park and some white girls were telling them to get out—the girls were white. Her young nieces were scared and wanted to leave, but she reiterated how “funny it was” that her nieces were scared.  While illustrative of out-of-school bullying, this example also illustrates how on experience can be framed as threatening and not threatening at the same time depending on experience and relative power.  The older girl did not acknowledge the other girls’ power to threaten her to leave the park, however her nieces were afraid.
Theme: When and Where Bullying Occurs













Figure 7: “A Bully Can Be Anyone”

Theme: Strategies for Addressing and Preventing Bullying















Figure 10: “Bullying Prevention”

	However, the discussion on ways to prevent or stop bullying provided reasons why, while teamwork and telling an adult were good ideas, they were not always going to be effective.  One participant noted, “if you snitch, it could be worse.” When asked what happens when you tell a teacher the response was “usually stops, but not really, sometimes.” Another youth consistently commented across multiple sessions that “if you help [the victim], they might start bullying you,” and getting involved may place you in harm's way. A discussion on “what are your choices” when a bullying event occurs resulted in the list “watch, help, tell—snitch.” Probing more, we learned that the youth believed that telling an adult about bullying is thought of as snitching, and “it is not good to snitch.”  







Figure 11: “Perceptions of Who Gets Bullied”

Small Discussion Groups
In an effort to further explore and understand participants’ ideas for interventions, and potential gender differences related to bullying, two additional small discussion groups were conducted.  Boys acknowledged that there were existing rules and punishments in place that are highlighted in the school setting; however, participants felt that these informational and punitive measures were ineffective at preventing or deterring bullying events in the school or community setting. For example: 
Boy 1- “Like they already made rules about it in school like don't talk about other people, don't put your hands on other people, no fighting, don't all this other stuff but they still do it…”
Facilitator- “Do you think that could be because the school is not enforcing those rules or…”
Boy 1- “They do the same things every time though they send them to this [different] room…where you sit…its like an in-school suspension.”
Facilitator- “OK…”
Boy 1- “but that…(interrupted)”
Boy 2- “But that doesn't do nothing, it's fun”
Boy 1- “It's fun, they say it's so fun”
Boy 2- “I try to go, I try so many times but they won't let me go…”
Boy 1- “And suspensions won't work”
Boy 2- “As soon as you come back its gonna start right back up”
Boy 1- “Yah! It might work for a little bit but it's not gonna work”
Boy 2- “We need security!”

Youth participants reflected knowledge related to school-based bullying prevention efforts. Participants detailed the consistent disconnect between knowledge gained and the ability to actually apply and utilize the school-based strategies in place to prevent or effectively address bullying and fighting. While participants might prefer to find support and security from an adult or school administrator, the boys often do fight back or seek protection from friends and family.	When asked to describe how bullying might be different for girls than boys, girls stated that “girls take it more offensive than boys” whereas bullying is normalized for boys—“boys are like ‘it’s cool.’” This is similar to how the boys described an incident at school that day. The boys were playing basketball and started name calling. When asked how a fight was prevented, the boys said “we started the game right back over” and “(I) told them to shut up.”
	The girls felt that girls get bullied more than boys because “they’re more soft and weak.” The girl participants perceived that boys bully girls because the boys (who are the bullies) are “immature little whiner kids,” and that they bully girls because “they don’t have anything else better to do.” It was perceived that girls bully other girls because they are “haters,” “over dumb stuff,” and “cause you don’t like them.” When the girls were asked why boys bully boys they responded “they want power” and “they want to feel cool.”  In general, girls felt the reasons people bully were “jealousy…anger…peer pressure…and to show off.”  Girls also discussed how bullying has a profound impact on both boys and girls who are victims of bullying, sharing that “they could be really depressed inside…they could go crazy, try to commit suicide.” 
	During the boys-only discussion, it was explained that boys bully girls because the “girls like putting their hands on boys.”  Boys reported that girls bully girls because of boys and the competition for the attention of popular boys and because they talk about each other. Boys felt that boys in general bully boys over such things as sports, athleticism and skills. They also stressed the idea that bullying is a persistent social norm; “[we] hear something about bullying every day.”  In discussions of how to prevent or stop bullying one boy noted that despite bullying prevention messages in the school, “nobody can really stop it…if somebody tries to stop bullying somebody they’re gonna get forced…as soon as somebody try to stop it then they’re gonna get put in the whole situation.”  

2.5	DISCUSSION AND CONCLUSION
Findings of this study provide an in-depth look at how a group of youths feel about and experience bullying both as perpetrators as well as victims.  They expressed a multiply situated experience of having been bullied, having been a bully, and having been a bystander and this creates a fragmented, contradictory understanding of bullying for youths in this project. Herein lies the tension between 1. recognizing solutions to prevent/stop bullying and their perceived  ineffectual nature, 2. empathizing with how bullying makes victims feel and blaming the victim, and 3. movements between bullying as ubiquitous horseplay and  as deleterious with long term consequences.
Youths in this study referenced learning about strategies that promote reaching out to adults and authority figures or working with peers to help address bullying situations. This is consistent with The National Crime Prevention Council’s suggested bullying prevention strategies of walking away, speaking up, being a friend, asking others to help, and getting an adult.[41]  Similar to Gamliel et al., when asked for suggested strategies youths in this study articulated passive strategies, such as teamwork and telling an adult, as the preferred means for addressing bullying rather than physical or verbal retaliation.[8]  However, it was also noted that this does not typically solve the bullying problem. The ultimate association of seeking adult assistance with “snitching” reflects the need to clarify the difference between “tattling” and “reporting.” Morrison and Marachi differentiate the two, where tattling is intended to get someone into trouble and reporting is to get someone out of trouble.[5]  Exploring the distinctions between these two concepts with youths might help empower youth to report bullying in a manner that is safe, productive and empowering verses risk promoting.  
					 	 Girls were able to articulate several ideas about how to address bullying, while for boys it was more common to believe that it was impossible to stop. The girls described bullying as a personal assault with long lasting consequences, whereas bullying for boys was an issue of pride and expected.  Gamliel et al. also noted gender differences in the perception and experience of bullying with boys often classifying bullying as “horseplay,” while there was a greater focus among girls on social and verbal responses to bullying.[8]  In contrast to the literature, the youth experts believed that girls resort to bullying as often, if not more, than boys, and girls do get physical.  The descriptions of bullying incidents by gender blur the boundaries of what might be classified as bullying. Girls reference examples that include an imbalance of power and profound negative consequences for victims--bullying, whereas boys referenced examples of bullying but also hazing and gender play that is more quickly neutralized—non bullying.  Two boys told a story about a “bullying” incident at school that day, they were playing basketball and someone started name calling. When asked how a fight was prevented the boys said we “started the game right back over” and “told them to shut up.”  This is instructive of the reasons that girls might find it easier to articulate solutions as the behavior is identifiable and harmful whereas for boys the pervasive nature of what is classified as bullying makes it difficult to define let alone intercede upon.  Two quotes from boys are illustrative, “Happens every day, kids get punched” and bullying happens “anywhere, anytime, anyplace.” Furthermore, by examining gender differences in the experience and perception of “bullying,” interventions can be tailored to meet the specific needs of both genders.  
The examples of bullying provided by the participants depicted events occurring in unmonitored spaces, such as the school bus or bathrooms. Therefore, a recommendation would be to reassess, from the perspective of the youths, locations and situations that are believed to be “safe” and “unsafe.” Doing so would provide an opportunity to translate and tailor bullying intervention and prevention messages and resources. An evaluation of a dating violence and sexual harassment intervention for middle schools found that building interventions, which included student-identified “hot spots” targeted for increased monitoring, were successful in not only reducing incidents of dating violence and sexual harassment but also peer violence.[42] From the findings presented, identification of and targeting “bullying hot spots” is recommended.   In addition, youth experts  identified “being different” in terms of dress, physical appearance or behavior as one of the main reasons kids get bullied, indicating that further focus on developing skills and norms that are acceptable and do not marginalize such differences is critical. ADDIN EN.CITE [9, 10, 43] 
	If bullying is to be addressed there is a need to clearly define with youth what is and is not bullying, and address dimensions of unequal power.[44]  Bullying and victimization is relative to interpretations of power and therefore at one point in time a child might be the victim of bullying, at another the perpetrator, and at times a witness.  The relative and changing nature of power dynamics is what makes addressing bullying a messy affair.  This is illustrated by stories about participants from after-school staff.
Case Example 1: “Kyle” lives with his twin brother and mother.  He has attended this after school program for about 7 years.  He has many friends, is an avid athlete in several sports and has historically done well in school.  His grades have begun to slip and his teachers have reported that he is disruptive and does not work up to his ability.  This school year, he began to demonstrate a negative attitude and began the project being very slow to participate.  He complained verbally and rolled his eyes on many occasions.  He also would stop painting and engage in unrelated, distracting conversation and loud laughter during the project.  However, after several sessions, he began to share more ideas about bullying and why it happens.  He showed insight into why students bully each other and how to avoid participating in it.  He was one of the students active in a discussion that revealed the students beginning to understand that they, themselves are, at times, the bullies in a situation.  He also shared that he would go to his cousins for protection because they have guns and aggressive dogs.  

Case Example 2: “Shauna” lives with her mother, younger brother and several older siblings.  Shauna is a leader; at times she can be a positive influence and other times she instigates arguments and even fist fights.  She regularly makes fun of others and shares negative opinions about her peers freely.  She initially participated in the project with some reservation but when asked directly to perform specific tasks, she obliged.  She seemed to really enjoy painting and also the critiques. She offered a lot of positive feedback to other students and was quick to point out something in a painting she liked. The staff has noticed, in her behavior, a shift toward avoiding spending times with students who demonstrate negative behaviors and spending more time with students who make positive choices.  She has been observed encouraging other students recently and she has also expressed a desire to take her school work more seriously.

Case Example 3: “Symphony” lives with her brother and mother.  She has failed at least one grade and is older than the other students in her grade.  She has been in trouble at school this year, which is her first year at this school and in this program.  She has gone to several schools in the past few years.  Symphony has an extremely aggressive personality.  While she is outgoing and very verbal, she also has very low self efficacy.  She continually expresses that she is unattractive or asks her peers if she is attractive “Do you think I’m ugly?” in an effort to hear them tell her she is attractive.  She initiated a romantic relationship with a male student in the program, Tyrone, and asserted herself aggressively.  She has introduced a lot of suggestive and overtly sexual topics to her peers in her group, during other activities in the after school program.  She had a lot of influence on that student and others throughout the Visual Voices project.  She would giggle and make fun of others and used definitive, opinionated language which stifled the conversation.  The other students were clearly afraid of or intimidated by her and sought her approval.  Symphony all but refused to participate at first.  She made fun of every aspect of the project and it became clear that she had no confidence in her ability to draw or paint.  When she did stop talking and finally sit down to paint, she would easily become frustrated, say she “messed up” or that what she did was “ugly” or “stupid”.  She quit or crumpled up her paper on several occasions.  She never completed a painting she was happy with.  CHS staff had to meet with her to discuss her disruptive behavior and explained that she would not be forced to participate, but if she chose to continue, she would have to be mindful of how her words and actions affected others.  She was very offended and appeared hurt at the idea that the project went more smoothly when she was not present.  She continued to participate and was quiet and less disruptive after that.  She focused a bit more on her creations and complained less. One very positive outcome we observed was when she offered a suggestion for how to prevent bullying.  We were discussing a bullying situation on a school bus and she said that if she witnessed the bullying, she would allow the student who was being bullied to sit with her, implying that she would be able to keep others from bullying.  Finally, she produced a list that was astoundingly honest about how bullying makes people feel.  The adjectives she used were insightful and we were amazed at the level of vulnerability she showed.  Symphony’s behavior in the classroom has improved dramatically.  Prior to the start of Visual Voices, she was constantly sent to the director’s office for threatening others, disrupting class, being disrespectful to staff, expressing extreme aggression, and pushing and smacking other students. This behavior has been mitigated and it has had a positive effect on her entire after school classroom.  She is beginning to recognize her ability to influence others and our hope is that with continued discussion and support she will “use her powers for good.”


An issue that further complicates a straightforward framing of bullying and interventions is the potential for the bully and victim to fluctuate between being friends and not friends.  Descriptions of good friends included being there for you, “they take up for you.”  Whereas bad friends gossip about you, steal from you, and are not loyal; they “take up for other people.”  When the girls were asked if it could ever happen that a girl who was bullying a girl later became friends they responded “sometimes…they just start talking.”  The identification with how hurtful bullying can make someone feel coupled with the idea that you need to get your respect and fight back constructs a contradictory dialogue of protecting a victim and blaming the victim and can only be understood within a field of power dynamics.	 
Strengths and Limitations of this Study 
Designed to include multiple sessions utilizing both written and painted mediums, Visual Voices permitted both individual and group processing and expression about the sensitive topic of bullying. This use of multiple forms of expression (over multiple points of contact) is a strength of the method and allows the participants to share their thoughts and perspectives in the manner with which they feel most comfortable.  The intimate process of working together over several sessions lays the groundwork for relationships to develop between the academic researchers and the community participants and helped the youths to open and begin to trust us. Through the rapid establishment of a creative and secure setting, youth participants talked about both personal experiences and their perceptions of the dynamics associated with bullying with the research staff, program staff and with each other that they had never shared before.  Participants not only reported their exposure to bullying behaviors in various settings but also gave examples of when they themselves had participated and even initiated such bullying behaviors. The result of the individual reflection coupled with group processing of work generated during the painting, drawing and writing sessions facilitated a dynamic that also allowed for the group to become closer and together discuss and endorse strategies for addressing and preventing bullying, together. 
Additionally, after-school staff noted improved behavior among several of the youth as a result of participating in the program.  Youth began to make linkages between their own behaviors as acts of bullying, and there was increased social support within the group. While the Visual Voices participatory data collection approach was not implemented with an intervention objective in mind, the participants indicated that future research regarding this method as an intervention should be considered. 
There are a number of limitations necessary to note as well. Given the qualitative nature of the data collected and small number of participants, the generalizability of the findings is limited. In addition, a great deal of time was invested implementing the multiple creative arts-based participatory data collection sessions. While the time needed could be considered a limitation, this process seemed to facilitate the building of rapport and trust with participants necessary for gathering the unique insights associated with social, contextual and gender dynamics of victimization and perpetration of bullying attained during the research process. Specifically, youth’s experiences and impressions of bullying are ambiguous resulting from an understanding that bullying harms another person and is a statement of relative power.
Conclusion
While school-wide bullying interventions are advocated, research shows that in addition to developmental and gender differences in the experience of bullying there are also variations between classrooms and schools that need to be better understood.[34, 45] The challenge is identifying the context-specific factors that necessitate the tailoring of bullying intervention programs in order to address local needs. Research and interventions related to bullying have primarily been conducted within school settings, and there remains a need to further explore how and if school-based initiatives are transferable to out-of-school contexts and reflect the different needs.  Incorporating youth expertise into the research and intervention development provides a more nuanced understanding that can guide school and community bullying prevention policy and interventions as well as help to shed light onto the limitations of current prevention efforts. While it is stressed that an important component for addressing peer victimization is the development and implementation of clear school policies related to bullying, youth in the current study illustrate that a well articulated policy does not ensure effective bullying prevention practices. Future research would benefit by increasing youth participation in the design and evaluation of bullying prevention practices, in addition to expanding bullying prevention efforts beyond the schools and into community settings. 























There were several analytically distinct findings from the research presented: youths’ descriptions and understandings of bullying, the implications of the contradictions embedded in youth discussions, gender differences, the fostering of cooperation and self-reflection through participation in Visual Voices, and implications for current school polices and future interventions.  The three main themes detailed by youth in relation to bullying were how youth describe bullying, when and where bullying occurs, and strategies for addressing and preventing bullying.  Consistent with the literature, youths identified being different as a reason someone is bullied; however, an insight that was unique from this research was jealousy as a motivation for bullying. ADDIN EN.CITE [1, 2, 5, 7-10]  Youth, even those self-identifying as bullies, empathized with the negative feelings generated from being targeted as a victim.  The youths discussed bullying as happening everywhere and all the time, and that there are few places that are safe.  Strategies expressed reflect commonly promoted ones such as tell an adult, walk away, and do not pay attention.  In addition, youths identified “teamwork” as an intervention.  
		Contradictions evident in conceptualizations of bullying included expressing ideas for addressing bullying while simultaneously feeling that they are not really effectual, the desire to help someone being bullied while blaming the victim, and the location of bullying experiences along a continuum of magnitude.  Gendered differences in the experience of bullying were reflected in girls’ depictions of social and relational bullying whereas boys referenced physical bullying.  However, conversations with youths allude to deviations from neat generalizations; for example, participants believe girls are bullied more than boys and girls are physically aggressive.  In addition, girls highlighted severe negative outcomes (e.g. suicide) while boys classify dynamics of normalized, ritualized male group taunting as bullying.
		During Visual Voices a girl who had been routinely excluded by the other females partnered with a more popular girl to create the painting on “teamwork.”  Additionally, the girl who was isolated from the other girls did a series of writings and drawings that suggest a very personal and proximal experience of being bullied at school by a boy.  The drawings are of a boy calling a girl ugly and he is always wearing a ripped backpack.  The arts-based medium allowed her to disclose an embarrassing and painful event in her life in a manner with which she felt comfortable.  In a group discussion some of the boys revealed that they bully a girl at school who is “dirty”; others in the group were quick to say that they should not do that and the group brainstormed ideas for what else the boys could have done besides calling her names.  Throughout the sessions we witnessed increased collective efficacy, social capital, self-esteem, and self-efficacy, which translated into a more inclusive environment with reduced tolerance of bullying.
	Participants articulate recommended strategies for addressing bullying and note policies and rules in place at school; however, both strategies and policies are deemed inadequate.  Current strategies do not empower youths to feel safe “tattling” on bullies and they do not counter tendencies to blame the victim.  Boys expressed needing security in school, and when teachers become involved it “usually stops, but not really, sometimes.”  Referring back to Table 2, the youth are requesting supervision and accountability.  They did not mention parent training or videos; however, it was suggested that if a youth is being bullied she should go to her parents.  Implications for intervention improvements include identification of bullying hotspots for increased surveillance, empowering youth to feel safe reporting bullying, and a critical assessment of current bullying polices and rules in the school in order to improve clarity and accountability.

3.2	LIMITATIONS
The research described here was initiated by the community organization with a requested specific focus on bullying.  The focus having been identified, the youth were allowed to express their thoughts and opinions undirected; there were no predetermined response categories or requirements.  The research was exploratory in nature with the sole intention of learning from the youth how they made sense of bullying.  While extremely informative and valuable, there was not a systematic research design to answer a specific research question.   The research presented in this paper found gender differences in the experience and solutions to bullying and suggests that future research should explore in greater detail how gender influences youths’ perceptions of dating violence and sexual harassment.  Furthermore, the research was qualitative which prohibits generalizability; however, the findings are likely transferable.[19]      

3.3	PUBLIC HEALTH SIGNIFICANCE
The research presented here has several public health implications which include participatory incorporation of youth in research, qualitative explorations of youths’ conceptualizations and lived experience related to bullying, and the potential for Visual Voices as both a research methodology and intervention.  Youth are typically involved in research with adults controlling the content, scope, and process of the research; there exists an imbalance of power.  Youths in this research guided the process by co-facilitating and directing topics, activities, and content.  There was no right or wrong answer nor appropriate “on-task” participation.[30]  Off-task participation afforded its own insights into group dynamics, power relations between peers, and the broader social world of the adolescents.  In regards to power dynamics, it is telling that during the second to last Visual Voices session the youth felt that we had reached saturation on the topic of bullying and a paper airplane contest ensued.
Youth were asked to teach the adult researchers about bullying.   A qualitative meaning-centered inquiry adds to existing research on bullying because
children and young adolescents who live with bullying have their own coping strategies and their own perspectives on what happens to them (Cowie et al. 2005; Cranham and Carroll 2003; Kanetsuna et al. 2006). This realization led to a conviction that research in this field must involve children and young people directly, as well as those who care for and work with them. Taking the children’s position into consideration in mainstream research, however, we claim that less attention has been paid to children’s and adolescents’ extensive and analytical views about bullying (Oliver and Candappa 2003). It is important that fighting bullying and developing anti-bullying strategies address the realities of children’s and young people’s experiences of bullying among their peer and friendship groups (Mellor 2007). ADDIN EN.CITE [46:126]

Focusing on the contradictions evident in adolescents’ descriptions of bullying helps to understand why bullying is so difficult to address.  Bullying is fundamentally about social relations and power and serves to mark insider versus outsider which generates and maintains social status.  Conformity to typically vague criteria of socially acceptable behavior protects one from becoming bullied and witnessing others being bullied serves as the punitive referent.[9]  However, even within groups with higher social status there are “pecking orders” and fluctuating relations of power. Power and social relations are not static; they change, and this is what makes bullying behavior difficult to contain.  Consistent with Thornberg, addressing bullying requires that we move away from individually bounded frameworks that characterize the “bully,” the “victim,” and the “bully-victim.”[9]   Instead, the social nature of bullying should be foregrounded and this would include fostering a culture of cooperation, inclusiveness, respect for diversity, and diffusing authoritarianism and competitiveness.[13]   
		Visual Voices was not intended to be an intervention; however, it is designed to provide youths with a safe environment that promotes cooperation and respect.  The youth paint collectively on a tarp and cooperate to share the paints.  Additionally, the group critiques promote self confidence and social support by offering what is liked about a painting.  Similar to participation in other forms of creative endeavors, it can be speculated that there is emotional release involved in the physicality of the process, increased self-efficacy and self-esteem in the tangible product, and social capital gained in the shared experience of production and viewing. ADDIN EN.CITE [18, 25]  A supportive environment coupled with in-depth discussions of bullying provided the youth an opportunity to internally reflect on their own actions and their relationships with others.  Changes in behavior were evidenced by program staff; however, it is not know if these changes were maintained for any length of time following completion of the research.















1.	Eisenberg, M.E. and M.C. Aalsma, Bullying and peer victimization: Position paper of the Society for Adolescent Medicine. Journal of Adolescent Health, 2005. 36(1): p. 88-91.2.	Esbensen, F.-A., In-School Victimization. Journal of Contemporary Criminal Justice, 2008. 24(2): p. 114-124.3.	Highmark Foundation, Bullying Prevention Institute, 2011, Highmark Foundation.4.	Wang, J., R.J. Iannotti, and T.R. Nansel, School Bullying Among Adolescents in the United States: Physical, Verbal, Relational, and Cyber. Journal of Adolescent Health, 2009. 45(4): p. 368-375.5.	Morrison, B. and R. Marachi. School Climate Series: Bullying Prevention. Understanding and Responding to School Bullying (Webinar). 2011  [cited 2012 Web Page].6.	Nansel, T.R., et al., Cross-national Consistency in the Relationship Between Bullying Behaviors and Psychosocial Adjustment. Archives of Pediatrics Adolescent Medicine, 2004. 158(8): p. 730-736.7.	Nansel, T.R., et al., Bullying Behaviors Among US Youth. JAMA: The Journal of the American Medical Association, 2001. 285(16): p. 2094-2100.8.	Gamliel, T., et al., A Qualitative Investigation of Bullying. School Psychology International, 2003. 24(4): p. 405-420.9.	Thornberg, R., et al., Shes Weird! - The Social Construction of Bullying in School: A Review of Qualitative Research. Children & Society, 2011(Journal Article).10.	Puhl, R.M. and J. Luedicke, Weight-Based Victimization Among Adolescents in the School Setting: Emotional Reactions and Coping Behaviors. Journal of Youth and Adolescence, 2011. 41(1): p. 27-40.11.	Fekkes, M., et al., Do Bullied Children Get Ill, or Do Ill Children Get Bullied? A Prospective Cohort Study on the Relationship Between Bullying and Health-Related Symptoms. Pediatrics, 2006. 117(5): p. 1568-1574.12.	Juvonen, J., S. Graham, and M.A. Schuster, Bullying Among Young Adolescents: The Strong, the Weak, and the Troubled. Pediatrics, 2003. 112(6): p. 1231-1237.13.	U. S. Department of Health Human Services. Build a Safe Environment | StopBullying.gov.  [cited 2012 Web Page].14.	Olweus, D. and S.P. Limber, Bullying in School: Evaluation and Dissemination of the Olweus Bullying Prevention Program. American Journal of Orthopsychiatry, 2010. 80(1): p. 124-134.15.	O'Keefe, K., An Evaluation of the Olweus Bullying Prevention Program, in Psychology2008, Hofstra University: Hempstead, NY.16.	Isaacs, L.K.A., Teachers' perceptions of the effectiveness of the Olweus Bullying Prevention program in hindering bullying behaviors, 2009, Widener University: Pennsylvania.17.	Ingoldsby, E. and D. Shaw, Neighborhood Contextual Factors and Early-Starting Antisocial Pathways. Clinical Child and Family Psychology Review, 2002. 5(1): p. 21-55.18.	Jang, H. and S. Choi, Increasing ego-resilience using clay with low SES (Social Economic Status) adolescents in group art therapy. The Arts in Psychotherapy, 2012. 39(4): p. 245-250.19.	Ulin, P., E.T. Robinson, and E.E. Tolley, Qualitative Methods in Public Health: A Field Guide for Applied Researchers2005, San Francisco: Jossey Bass.20.	McLaughlin, H., Young Service Users as Co-researchers. Qualitative Social Work, 2005. 4(2): p. 211-228.21.	Yonas, M.A., et al., A Picture’s Worth a Thousand Words: Engaging Youth in CBPR Using the Creative Arts. Progress in Community Health Partnerships: Research, Education, and Action, 2009. 3(4): p. 349-358.22.	Israel, B., et al., Review of Community-Based Research: Assessing Partnership Approaches to Improve Public Health. Annual Review of Public Health, 1998. 19(1): p. 173.23.	Flicker, S., et al., e-PAR. Action Research, 2008. 6(3): p. 285-303.24.	Flicker, S., Who Benefits From Community-Based Participatory Research? A Case Study of the Positive Youth Project. Health Education & Behavior, 2008. 35(1): p. 70-86.25.	Freytes Frey, A. and C. Cross, Overcoming poor youth stigmatization and invisibility through art: A participatory action research experience in Greater Buenos Aires. Action Research, 2011. 9(1): p. 65-82.26.	Rodríguez, L.F. and T.M. Brown, From voice to agency: guiding principles for participatory action research with youth. New directions for youth development, 2009. 2009(123): p. 19-34.27.	Yonas, M.A., et al., The art and science of integrating Undoing Racism with CBPR: challenges of pursuing NIH funding to investigate cancer care and racial equity. J Urban Health, 2006. 83(6): p. 1004-1012.28.	Yenawine, R., Community Art Outcomes: Literature Review, 2012.29.	Stuckey, H.L. and J. Nobel, The Connection Between Art, Healing, and Public Health: A Review of Current Literature. American Journal of Public Health, 2010. 100(2): p. 254-263.30.	Gallacher, L.A. and M. Gallagher, Methodological Immaturity in Childhood Research?: Thinking through `participatory methods. Childhood, 2008. 15(4): p. 499-516.31.	Wilson, N., et al., Engaging Young Adolescents in Social Action Through Photovoice: The Youth Empowerment Strategies (YES!) Project. The Journal of Early Adolescence, 2007. 27(2): p. 241-261.32.	Kramer, L., et al., Promoting policy and environmental change using photovoice in the Kaiser Permanente Community Health Initiative. Health promotion practice, 2010. 11(3): p. 332-339.33.	Aalsma, M.C. and J.R. Brown, What Is Bullying? Journal of Adolescent Health, 2008. 43(2): p. 101-102.34.	Bowllan, N.M., Implementation and Evaluation of a Comprehensive, School‐wide Bullying Prevention Program in an Urban/Suburban Middle School. Journal of School Health, 2011. 81(4): p. 167-173.35.	Olweus Bullying Prevention Program - Safer, More Positive Schools.36.	Israel, B.A., et al., Methods in community-based participatory research for health, ed. B.A. Israel2005, San Francisco, CA: Jossey-Bass.37.	Yonas, M.A., J.G. Burke, and E. Miller, Visual Voices: A Participatory Method for Engaging Adolescents in Research and Knowledge Transfer. Clinical and Translational Science, 2013. 6(1): p. 72-77.38.	Fraser, D., QSR NVivo NUD*IST Vivo Reference Guide, 2000, QSR International: Melbourne.39.	Bernard, H.R., Social research methods: qualitative and quantitative approaches2000, Thousand Oaks: Sage Publications.40.	Bernard, R.H., Research methods in anthropology : qualitative and quantitative approaches. Vol. 3rd ed. 2002, Walnut Creek, CA: AltaMira Press.41.	National Crime Prevention Council, Bullying: Information and Resources To Help Prevent the Serious Problem of Bullying, 2011, National Crime Prevention Counc: Arlington, VA.42.	Taylor, B., et al., Shifting Boundaries: Final Report on an Experimental Evaluation of a Youth Dating Violence Prevention Program in New York City Middle Schools, 2011, NCJRS: Washington D.C.43.	Kochel, K.P., G.W. Ladd, and K.D. Rudolph, Longitudinal Associations Among Youth Depressive Symptoms, Peer Victimization, and Low Peer Acceptance: An Interpersonal Process Perspective. Child development, 2012(Journal Article): p. no-no.44.	Bazelon, E., Defining Bullying Down, in The New York Times2013, The New York Times Company: New York.45.	Khoury-Kassabri, M., Student victimization by peers in elementary schools: Individual, teacher-class, and school-level predictors. Child abuse & neglect, 2011. 35(4): p. 273-282.46.	Bibou-Nakou, I., et al., School factors related to bullying: a qualitative study of early adolescent students. Social Psychology of Education, 2012. 15(2): p. 125-145.

2.	Esbensen, F.-A., In-School Victimization. Journal of Contemporary Criminal Justice, 2008. 24(2): p. 114-124.

3.	Highmark Foundation, Bullying Prevention Institute, 2011, Highmark Foundation.

4.	Wang, J., R.J. Iannotti, and T.R. Nansel, School Bullying Among Adolescents in the United States: Physical, Verbal, Relational, and Cyber. Journal of Adolescent Health, 2009. 45(4): p. 368-375.

5.	Morrison, B. and R. Marachi. School Climate Series: Bullying Prevention. Understanding and Responding to School Bullying (Webinar). 2011  [cited 2012 Web Page].

6.	Nansel, T.R., et al., Cross-national Consistency in the Relationship Between Bullying Behaviors and Psychosocial Adjustment. Archives of Pediatrics Adolescent Medicine, 2004. 158(8): p. 730-736.

7.	Nansel, T.R., et al., Bullying Behaviors Among US Youth. JAMA: The Journal of the American Medical Association, 2001. 285(16): p. 2094-2100.

8.	Gamliel, T., et al., A Qualitative Investigation of Bullying. School Psychology International, 2003. 24(4): p. 405-420.

9.	Thornberg, R., et al., Shes Weird! - The Social Construction of Bullying in School: A Review of Qualitative Research. Children & Society, 2011(Journal Article).

10.	Puhl, R.M. and J. Luedicke, Weight-Based Victimization Among Adolescents in the School Setting: Emotional Reactions and Coping Behaviors. Journal of Youth and Adolescence, 2011. 41(1): p. 27-40.

11.	Fekkes, M., et al., Do Bullied Children Get Ill, or Do Ill Children Get Bullied? A Prospective Cohort Study on the Relationship Between Bullying and Health-Related Symptoms. Pediatrics, 2006. 117(5): p. 1568-1574.

12.	Juvonen, J., S. Graham, and M.A. Schuster, Bullying Among Young Adolescents: The Strong, the Weak, and the Troubled. Pediatrics, 2003. 112(6): p. 1231-1237.

13.	U. S. Department of Health Human Services. Build a Safe Environment | StopBullying.gov.  [cited 2012 Web Page].

14.	Olweus, D. and S.P. Limber, Bullying in School: Evaluation and Dissemination of the Olweus Bullying Prevention Program. American Journal of Orthopsychiatry, 2010. 80(1): p. 124-134.

15.	O'Keefe, K., An Evaluation of the Olweus Bullying Prevention Program, in Psychology2008, Hofstra University: Hempstead, NY.

16.	Isaacs, L.K.A., Teachers' perceptions of the effectiveness of the Olweus Bullying Prevention program in hindering bullying behaviors, 2009, Widener University: Pennsylvania.

17.	Ingoldsby, E. and D. Shaw, Neighborhood Contextual Factors and Early-Starting Antisocial Pathways. Clinical Child and Family Psychology Review, 2002. 5(1): p. 21-55.

18.	Jang, H. and S. Choi, Increasing ego-resilience using clay with low SES (Social Economic Status) adolescents in group art therapy. The Arts in Psychotherapy, 2012. 39(4): p. 245-250.

19.	Ulin, P., E.T. Robinson, and E.E. Tolley, Qualitative Methods in Public Health: A Field Guide for Applied Researchers2005, San Francisco: Jossey Bass.

20.	McLaughlin, H., Young Service Users as Co-researchers. Qualitative Social Work, 2005. 4(2): p. 211-228.

21.	Yonas, M.A., et al., A Picture’s Worth a Thousand Words: Engaging Youth in CBPR Using the Creative Arts. Progress in Community Health Partnerships: Research, Education, and Action, 2009. 3(4): p. 349-358.

22.	Israel, B., et al., Review of Community-Based Research: Assessing Partnership Approaches to Improve Public Health. Annual Review of Public Health, 1998. 19(1): p. 173.

23.	Flicker, S., et al., e-PAR. Action Research, 2008. 6(3): p. 285-303.

24.	Flicker, S., Who Benefits From Community-Based Participatory Research? A Case Study of the Positive Youth Project. Health Education & Behavior, 2008. 35(1): p. 70-86.

25.	Freytes Frey, A. and C. Cross, Overcoming poor youth stigmatization and invisibility through art: A participatory action research experience in Greater Buenos Aires. Action Research, 2011. 9(1): p. 65-82.

26.	Rodríguez, L.F. and T.M. Brown, From voice to agency: guiding principles for participatory action research with youth. New directions for youth development, 2009. 2009(123): p. 19-34.

27.	Yonas, M.A., et al., The art and science of integrating Undoing Racism with CBPR: challenges of pursuing NIH funding to investigate cancer care and racial equity. J Urban Health, 2006. 83(6): p. 1004-1012.

28.	Yenawine, R., Community Art Outcomes: Literature Review, 2012.

29.	Stuckey, H.L. and J. Nobel, The Connection Between Art, Healing, and Public Health: A Review of Current Literature. American Journal of Public Health, 2010. 100(2): p. 254-263.

30.	Gallacher, L.A. and M. Gallagher, Methodological Immaturity in Childhood Research?: Thinking through `participatory methods. Childhood, 2008. 15(4): p. 499-516.

31.	Wilson, N., et al., Engaging Young Adolescents in Social Action Through Photovoice: The Youth Empowerment Strategies (YES!) Project. The Journal of Early Adolescence, 2007. 27(2): p. 241-261.

32.	Kramer, L., et al., Promoting policy and environmental change using photovoice in the Kaiser Permanente Community Health Initiative. Health promotion practice, 2010. 11(3): p. 332-339.

33.	Aalsma, M.C. and J.R. Brown, What Is Bullying? Journal of Adolescent Health, 2008. 43(2): p. 101-102.

34.	Bowllan, N.M., Implementation and Evaluation of a Comprehensive, School‐wide Bullying Prevention Program in an Urban/Suburban Middle School. Journal of School Health, 2011. 81(4): p. 167-173.

35.	Olweus Bullying Prevention Program - Safer, More Positive Schools.

36.	Israel, B.A., et al., Methods in community-based participatory research for health, ed. B.A. Israel2005, San Francisco, CA: Jossey-Bass.

37.	Yonas, M.A., J.G. Burke, and E. Miller, Visual Voices: A Participatory Method for Engaging Adolescents in Research and Knowledge Transfer. Clinical and Translational Science, 2013. 6(1): p. 72-77.

38.	Fraser, D., QSR NVivo NUD*IST Vivo Reference Guide, 2000, QSR International: Melbourne.

39.	Bernard, H.R., Social research methods: qualitative and quantitative approaches2000, Thousand Oaks: Sage Publications.

40.	Bernard, R.H., Research methods in anthropology : qualitative and quantitative approaches. Vol. 3rd ed. 2002, Walnut Creek, CA: AltaMira Press.

41.	National Crime Prevention Council, Bullying: Information and Resources To Help Prevent the Serious Problem of Bullying, 2011, National Crime Prevention Counc: Arlington, VA.

42.	Taylor, B., et al., Shifting Boundaries: Final Report on an Experimental Evaluation of a Youth Dating Violence Prevention Program in New York City Middle Schools, 2011, NCJRS: Washington D.C.

43.	Kochel, K.P., G.W. Ladd, and K.D. Rudolph, Longitudinal Associations Among Youth Depressive Symptoms, Peer Victimization, and Low Peer Acceptance: An Interpersonal Process Perspective. Child development, 2012(Journal Article): p. no-no.

44.	Bazelon, E., Defining Bullying Down, in The New York Times2013, The New York Times Company: New York.

45.	Khoury-Kassabri, M., Student victimization by peers in elementary schools: Individual, teacher-class, and school-level predictors. Child abuse & neglect, 2011. 35(4): p. 273-282.






Note: Small text states 














Note: Small text states

Side1: “That’s not cool”

















^1	  One study that asked youth if  “they have been bullied?” had a positive response rate of 19%, whereas a different survey that asked about five unique dimensions of bullying had a bullying rate of 69%.[2]	   
^2	  Authors on this in preparation manuscript include:  Michael Yonas, DrPH, Kimberly Rak, MA, Cara Nikolajski, MPH, Adrienne Walnoha, MSW, LSW, Elizabeth Miller, MD, PhD.
